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There is a current requirement for universities to prepare graduates who are skilled in the 
practical as well as the theoretical knowledge of the workplace. It is argued in this paper that 
assessment, as integral to the teaching/learning process, should also relate to the real world 
context of the workplace, in that students are able to transform, use and apply the knowledge 
that they learn into these contexts. While assessment needs to provide valid and reliable 
evidence of learning outcomes, making assessment authentic for students in a university setting 
is often a difficult task for lecturers. This paper discusses three different learning contexts that 
involved different assessment experiences linked in some way to real world learning and 
application of theory. The results of the trial indicated that as contexts became closer to a real 
world experience, the sustainability of the assessment became more problematic. While 
acknowledging the difficulty of these practices, it is suggested that there is a need for a 
continuous cycle of evaluation amid some creative and innovative approaches to assessment 
practice.  
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Introduction  
A current dilemma in educational assessment internationally relates to the quality of information that different 
types of assessment provide and whether the knowledge and skills that are tested are indeed indicators of 
performance in future work contexts (Broadfoot, 2007; James, McInnis, & Devlin, 2002). Authors have 
questioned the dominance of multiple choice and knowledge based tests that focus on a limited range of skills 
and knowledge, and not the range of attributes required for the workplace (Broadfoot, 2007; Rogoff, 2001). It is 
argued that assessment, as integral to the teaching/learning process, should also relate to the real world context 
of the workplace, in that students are able to transform, use and apply the knowledge that they learn into these 
contexts (Orrell, 2008). While assessment needs to “provide clear, relevant, valid and reliable evidence of the 
learning outcomes” (Queensland University of Technology, 2009, n.p.), making assessment authentic for 
students in a university setting can be a difficult task for lecturers (Price, O’Donovan, Rust, & Carroll, 2008). 
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The paper is based on a set of assumptions about assessment practices that are summarised below: 
 Assessment is an integral part of the teaching and learning process (James et al., 2002; Price et al., 2008). 
 Assessment should support student learning (James et al., 2002; Queensland University of Technology, 
2009). 
 Assessment tasks should align with the types of problem-solving and higher order thinking that occurs in 
the workplace (Dysthe, 2008; James et al., 2002; Price et al., 2008; Rogoff, 2001). 
 Assessment communicates to students what is valued as worthwhile knowledge or skills in a subject or 
topic (Havnes & McDowell, 2008). 
 Students focus their learning on what will be assessed, therefore assessment tasks that are set need to be 
worthy of student learning (James et al., 2002; Price et al., 2008). 
 Students value tasks which are meaningful to them and which they perceive to be linked to the knowledge 
and skills that they will use in the workplace (Cumming & Maxwell, 1999; James et al., 2002). 
Many authors (Billett, 1998; Stevenson, 2002) agree with the view that learning is not able to be generalised, 
and that students need to engage in learning about practice in the context in which it is constructed and enacted. 
The development of knowledge is supported through the interactions that occur in these contexts. The 
perception of tasks as mirroring the real life challenges and interactions that students will experience in the 
workplace supports a notion of assessment as contributing to the learning process. While assessment in higher 
education needs to report on student achievement at a point in time, assessments that are grounded in the 
practical application of work-related skills also contribute to feeding forward to future involvement in similar 
experiences. Furthermore, assessments linked to real life problems or situations of the workplace provide 
opportunities for students to develop the higher-order thinking skills that are necessary for the workplace while 
also meeting the fundamental goals of a university education. 
Definitions of authentic assessment 
Assessments that are related in some manner to real world or workplace performance are broadly described as 
‘authentic’, though the term is used in a variety of ways by different authors. Eubanks (2009, p. 229) defines 
authentic assessment “to mean a subjective judgement resulting from direct observation of performance by an 
expert”. This definition highlights the enactment of a practice that is judged by someone who is a ‘member’ of 
that practice and is intimate with its performance. Cartwright (1997) offers a definition that focuses on tasks that 
require the employment of real world knowledge either through participation in real activities or simulations of 
events. Newmann and Archbald (1992 in Cumming & Maxwell, 1999, pp. 2, 3) refer to authentic achievement 
as “the extent to which the outcomes measured represent appropriate, meaningful, significant, and worthwhile 
forms of human accomplishment”. Raison and Pelliccione (2006, p. 11) describe authentic assessments as 
“educative, explicit, relevant, valid and comprehensive”. Authentic assessments are said to involve the 
performance of a task that involves the complexity of real world practice; a holistic response rather than 
component parts and a context-specific response that involves higher order thinking and problem-solving 
(Cumming & Maxwell, 1999). Cumming and Maxwell (1999) suggest that the validity of authentic assessment 
tasks should be focused on the situation and purpose of the assessment. This relates to notions of ecological 
relevance which is concerned with how the assessment meets the needs of the context of which it is a part. In 
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this paper the relationship of the assessments to authenticity can be visualised as occurring along a continuum 
that progresses from simulations to involvement in real life productions. 
While there are a range of definitions for authentic assessment, Gulikers, Bastiaens & Kirschner (2004) provide 
a five-dimensional framework for designing authentic assessments. They understand authentic assessments in 
terms of five dimensions: assessment task, physical context, social context, assessment result/form, and 
assessment criteria. Each of these dimensions is individually perceived on a scale or ‘continuum’ of authenticity. 
For example, a microteaching experience for a group of pre-service teachers that occurs in a university 
classroom may be relatively high on a scale of authentic practice as this experience replicates the professional 
practice of a teacher, yet rate lower as an authentic physical and social context.  Frameworks such as this may 
help with the development and evaluation of authentic assessments in practice. 
Implementing authentic assessments in higher education 
Although there is a strong push for the inclusion of authentic forms of assessment in higher education, 
implementation of authentic assessment is not without its challenges or critics. Difficulties are often voiced as 
issues related to reliability or consistency of and between markers, and the related subjectivity of the 
assessment. Sadler (2009) contends that assessors should also pay attention to the ‘fidelity’ of the assessment. 
Sadler (2009, p. 2) describes fidelity as “the extent to which something actually is what it purports to be”, and is 
an important aspect of assessment that is often overlooked. Fidelity relates to the correspondence between the 
requirements of the assessment task, the performance of the task, and what is actually assessed by the assessor. 
It involves the identification of assessed elements and the degree of proficiency in carrying out the task. 
Furthermore it relates to the inclusion of practices in the grading of the assessment that are unrelated to the 
performance of the skill, such as effort, referencing conventions, and standard of dress. The argument is not 
whether these are relevant criteria to assess but whether they are relevant to the context being assessed, that is, 
they relate to the purpose of the assessment as this aligns with the learning outcomes of the unit. Sadler (2009) 
argues that high quality evidence is required to determine proficiency but that the grades should be based on the 
skills inherent in the task and not on other extraneous qualities. He suggests other ways to deal with these 
elements; for example, returning work for resubmission with references corrected, or refusing the interview until 
an appropriate standard of professional dress is demonstrated. The point is that while performance or authentic 
forms of assessment may present as problematic for making judgements due to the complexity of the task, 
solutions are evident when assessors focus on the performance of elements being assessed. 
Further issues related to this form of assessment exist with procuring support from industry partners and 
acquiring financial support (if required). Such assessment tasks, particularly when they involve real enactments 
of practice in an authentic context (as a dimension of Gulikers, Bastiaens & Kirschner’s (2004) framework), 
require either close supervision by university personnel to ensure that the final product presented in the 
workplace is a quality product, or a transfer of responsibility to industry partners. Assessment of such authentic 
tasks usually involves multiple dimensions in the preparation of the task and performance of the task which 
results in a complex judgement for any personnel.  
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Establishing the reliability and validity of authentic assessment is not straightforward, as it is, by nature, tailored 
to match the relevant content and context. Nevertheless, there have been attempts to demonstrate that authentic 
assessments not only enhance learning, but meet the needs of institutions for the purposes of evaluation (Dory, 
Gagnon, de Foy, Duyver & Leconte, 2010; Rule, 2006). MacAndrew and Edwards (2002) found that the 
authentic assessments they had devised for a psychology course correlated well with students’ overall GPA. One 
task considered ‘authentic’ required the students to develop an information pack for a particular group of 
potential clients. Results indicated an ownership of the task and deeper engagement with the course material for 
the students, while lecturers needed to contend with a release of control to the students. Although these authors 
identified areas for improvement, they found their authentic assessments to provide a valid and fulfilling part of 
the assessment suite for their course. Similarly, Oh, Kim, Garcia & Krilowicz (2005) evaluated the validity and 
reliability of their authentic assessments for biomedical science students, finding consistency across measures 
and content validity following evaluation by content experts. Such cases demonstrate that authentic assessment 
can, when carefully designed, be implemented without compromising the reliability or validity of course 
assessment. 
Methodology 
This paper presents three different university assessment experiences that responded to different learning 
contexts, subject disciplines and student groups. These assessments were attached to pre-service courses run by 
each of the authors. Each of these assessments were planned to connect the theoretical component of the course 
with the real world application of the theory. The three different university contexts and the assessments that 
were implemented were: the use of scenarios to contextualise and situate practical applications of the theoretical 
basis of a first year nursing unit; the inclusion of ‘mock’ panel interviews in a fourth year teacher education 
course; and the involvement of second year physical education students in organising sports activities for 
students at a local school.  
Each of the authors conducted an action learning project aimed to strengthen connections to work place practice 
through their assessments. The projects were based on an understanding of action research as ‘a form of 
collective self-reflective enquiry” conducted to improve educational practices (Kemmis & McTaggart, 1988, p. 
5). The authors met together on a monthly basis and worked through a cycle of planning, implementing, 
collecting feedback, and reflection to improve their teaching practice through the inclusion of authentic 
assessments. The common disjuncture between the theoretical component of each course and the practical 
application of work related skills was identified. Each of the three contexts in which the authors worked 
presented different challenges to overcome, in terms of the experience of the students, accessibility to the 
workplace, and aspects of practice being targeted. The assessments were introduced over one university 
semester of 13 weeks, data was collected from students through surveys, and courses were modified in response 
to this feedback. This continues to be an ongoing process. In the next section of the paper, the three learning and 
assessment contexts are discussed to determine the sustainability of this form of assessment, and to make 
suggestions for possible ways forward.  
5 
 
Context 1: The use of scenarios to bring the real world into a first year Nursing unit. 
First year Nursing students usually do not possess real world nursing experience. The first year unit concerned is 
conducted over a 13 week semester and is offered twice a year. The unit consists of a 2 hour lecture and a 2 hour 
tutorial each week. The student numbers vary from 100 in one semester to 540 in the other semester. The 
semester discussed in this paper in which the changes were implemented had approximately 100 students 
enrolled. The staff in this unit consisted of the Unit coordinator who was responsible for the lectures and 2 of the 
tutorial groups. Three additional staff were employed as sessional tutors for each of the other 3 tutorial groups. 
Tutorial groups consisted of between 18 and 26 students. 
The focus of the unit was on the many conceptual ideas about human development including cognition and 
psychosocial development in which theories by Erikson and Piaget are introduced. The purpose of the unit has 
been to provide students with the conceptual ideas and theoretical framework to draw from when dealing with 
patients at various stages of their life. Problematic for this unit is that students do not attend any placement as 
part of this unit, which renders the unit as theoretical without an opportunity for practical application.  
Initial analysis of this unit revealed that assessments had focussed on the recall of factual knowledge that had 
encouraged superficial learning of the subject content by the students. As the student focus was on the 
assessment requirements, the challenge has been to demonstrate the real world relevance of the coursework 
through the assessment for the unit. In redesigning the assessment for this unit, it has been necessary to review 
the learning objectives of the unit and ensure that these aligned with the content and the assessment. As a result 
new assessments that involved scenarios have been introduced. Using scenarios as a form of teaching and 
assessment practice, particularly in the medical context, is said to provide a safe context in which to practice 
complex, real world skills (Nestel, Kneebone, & Kidd, 2004). 
In this unit students are now presented with a number of case studies based on real world clinical type situations. 
The incorporation of scenarios into the teaching content of the unit has enabled lecturers to work with students 
in applying their theoretical knowledge to solving the different dilemmas presented. Students have been 
provided with an opportunity to explore and experiment with different possible approaches to solving the 
dilemma presented in each scenario. In keeping with the real world focus of the innovation, the aim of this 
activity has been to generate multiple solutions to the scenarios presented and not to arrive at one answer by the 
end of the tutorial. In this process the lecturers are actively supporting the development of generic skills (Lublin, 
2003) that the students require in their work context, that is, the employment and application of theoretical 
knowledge to solve issues involving patients.  
In the assessment, students have been provided with a number of scenarios from a variety of nursing areas. The 
students choose one scenario and explain how they would respond to the situation, incorporating the conceptual 
and theoretical framework of the unit to justify their answers. The scenarios provide details of the person’s age 
and general social/family/working situation as these are critical in milestone development theories. Details 
regarding medical/surgical aspects are not included in the scenarios, as these are not dealt with in the unit. This 
is a written assignment with references required to support discussion. The focus is now on how to approach and 
manage the patient using the developmental theories and common issues that the students have encountered 
during lectures and tutorials. Students have been also provided with the criteria sheet in advance and shown how 
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to use it as a checklist prior to submitting work. Demonstration of the application of theory to practical 
situations (case scenario) has been weighted heavily in the assessment criteria. Written feedback is now 
provided that focuses on the student’s use of the developmental theories to support their proposed actions. An 
example of the assessment task is included in Appendix 1.  
In the final week of semester students were asked to complete an anonymous written survey. One question 
asked “How confident do you feel about transferring the content of this unit to “real world” practical 
experiences?” Of the 28 completed surveys, the responses to these questions included: very confident (n=7), 
Confident (n=9), Unsure (n=4), Quite (n=1) and Somewhat (n=1). These responses indicate the terms the 
students used as there were no terms provided in the answer section. Other comments provided by the students 
indicated that they were able to apply the theories covered in the unit to real life experiences. The tutors were 
also asked for their feedback after assessments had been marked. Comparable marking had been used to ensure 
consistency across the groups. Three out of four staff felt the students had demonstrated a marked increase in the 
ability to transfer theory to “real world” experience in the form of their responses to the scenarios encountered 
through the tutorials and the assessments. While there is still space for improvement, results from the first 
semester of incorporating scenarios into the unit assessment illustrate the potential effectiveness of this new 
approach. These assessments have encouraged the students to apply the theoretical underpinnings of the course 
and for the majority of students have promoted deeper learning of the content.  
Context 2: Incorporating panel interviews as authentic assessment 
The education unit that trialled panel interviews as an authentic form of assessment involved 150 fourth year 
primary (elementary) education students in their final year of study. The interviews involved students 
responding to questions regarding their teaching practice drawing on examples from their practical experiences 
and integrated with their theoretical knowledge and knowledge of systemic policy frameworks. The interviews 
were conducted within a thirty minute timeframe. The procedure for the interviews is included in Appendix 2. 
The interview context drew together two aspects of practices which related to the students’ future professional 
practice. The first was the compilation of a portfolio of work. This portfolio contained evidence collected by the 
student of their developing competencies as a teacher as these aligned with professional standards. The portfolio 
is a requirement of the professional body that provides teacher registration. Second was the interview itself. 
Involvement in interviews is an aspect of professional practice for teachers. As one aspect of their work, 
teachers need to be able to explain and justify to school personnel and to parents, the educational program that 
they provide. Furthermore, of greater imminent importance to the students was their employment interview, 
which is conducted towards the end of the students’ final year. Successful performance in this interview raises 
the student’s opportunities of securing a permanent position with one of the education authorities. In the 
interviews students are required to address and apply the systemic standards for teachers with reference to their 
teaching experiences and related knowledge and understandings. 
To develop an assessment that addressed this authentic context, and provided students with an opportunity to 
practice these skills, a number of issues needed to be overcome. Two of these issues included the alignment of 
coursework with the assessment task, and the employment of this form of assessment for a large cohort of 
students. While the portfolio had been embedded in the university coursework, the development of interview 
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skills had not been. Within the university courses for primary school education it was determined that there had 
been no instruction for students on how to conduct themselves in an interview context and no opportunities for 
students to practice and receive feedback on these skills. It was insufficient to embed the interview as an 
authentic form of assessment without also including the development of interview skills as part of the 
coursework, so space in the organisation of the unit needed to be found for the development of these skills. 
Support for the students to participate in this assessment task included a session on interview techniques that 
involved practicing skills with a partner.  
Another problem for the inclusion of a panel interview in the assessment of this unit was the large number of 
students in the cohort (150 students) and only one lecturer involved in delivering the unit. This meant that a 
number of staff would need to be recruited to provide an authentic experience. It was proposed that the panels 
should consist of a member of the university academic staff, an industry representative being either a principal 
or deputy principal currently employed in schools, and a student representative. The interviews involved much 
organisation: internal and external personnel needed to be invited to be a part of the panels; rooms for the 
interviews had to be organised; as well as the organisation and writing of timetables, procedures, interview 
questions, and assessment criteria. Briefings were conducted for all panel members. This workload was indeed 
prohibitive in the first year of operation, though a second iteration of this assessment was less of an issue due to 
the procedures and contacts that had already been established, as well as some administrative assistance that was 
provided. 
The success of the interview as a form of assessment was determined by the quality of the evidence that was 
able to be gathered of the students’ developing professional skills. Another indicator of the success of the 
interview was the value students attributed to the experience and the extent to which they viewed the experience 
as contributing to their future practice. The effect of perceived authenticity of an assessment has been shown to 
be an important element for students to make links between university coursework and professional practice 
(Gulikers, Kester, Kirschner & Bastiaens, 2008). Students and panel members completed a survey after their 
involvement in the interview process. The survey questions asked the participants to identify the benefits that 
they saw in the process and the difficulties and suggestions for improvements. Respondents consisted of 90 
students, 7 university academic staff and 3 representatives from local schools. 
Although students reported being anxious before the interview, their responses after the event have revealed an 
overwhelming support for this form of assessment. They were appreciative of the opportunity to practice in an 
interview context, as well as having received oral and written feedback on their strengths and aspects for 
improvement. Students learnt the need to respond to the question being asked, and to be succinct in answering 
questions. An issue identified by both the panellists and students was the time allocated for the interview. It was 
felt that more time was needed to allow for deeper questioning and response, and to provide for adequate oral 
feedback. Students who volunteered as panellists reported benefits from seeing how other students approached 
the questions and selected artefacts to use as evidence; and in the communication skills that they developed 
through asking and answering questions, and giving feedback. The inclusion of school personnel on the 
interview panels has added authenticity to the assessment task through that invaluable workplace perspective. It 
also generated learning and sharing between university and school personnel. 
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Context 3: Organising sports events as a means of bringing the real world into a second 
year physical education unit 
The third context involved 30 second year Health and Physical Education (H&PE) students, who were 
predominately secondary education pre-service teachers. The unit covered the four components of aquatics, 
track and field, dance, and outdoor education. The unit assessment comprised of three tasks. The first of the 
three assessment tasks required students to organise a multi-event sports carnival for a local school, focussing in 
particular, on those schools that included a high percentage of indigenous students. This multi-event sports 
carnival could take the form of a traditional Track and Field Carnival, a Disabilities Carnival or a Traditional 
Games Carnival. Students received in-service tuition from community stakeholders on ‘Carnival Preparation 
and Planning’, ‘Convening and Judging Disciplines’, ‘Traditional Games’ and ‘Indigenous Knowledge and 
Cultural Expectations’. 
This assessment task was a direct response to university wide suggestions of a knowledge deficit in the 
functional skills delivered by predominantly theoretical courses which remain contextually isolated. Livingston 
(1996) contests that the current professional decline in Physical Education practice is due to the disassociation 
of undergraduate degrees in H&PE from their roots. Responding to an insatiable thirst for academic rigor, 
traditional Physical Education undergraduate programs have sold out for a tenuous association with 
Kinesiology. Tinning (1991) first notified the Health and Physical Education fraternity of his apprehension 
about such an alliance by raising a subsidiary issue over twenty years ago. At the 1990 AIESEP conference 
Tinning voiced his concerns of a single and dominant pedagogy - the performance pedagogy - occupying the 
bulk of discourse in undergraduate Physical Education programs. Within Australia, evidence justifying 
Tinning’s caution of a ‘performance pedagogy’ monism can be readily identified by the didactic commitment of 
H&PE providers to a skills based sports education program. 
Acknowledging graduate feedback from previous years, course co-ordinators recognised a pattern in graduand 
feedback confirming similar shortfalls in their own programs to that forecast by Tinning. Graduand feedback 
had identified a deficit in the functional skills provided by a largely theoretical course that was specifically 
designed to enhance the practical knowledge structures of undergraduate students. The feedback had indicated 
that Graduands (now first year H&PE Teachers) did not believe that they were provided with the necessary 
skills and knowledge structures to complete fundamental practical aspects of the workplace. It was decided 
therefore, that the coordinators of this particular undergraduate program needed to identify program areas that 
were too heavily focused in academic theory. Providing scope for the inclusion of real life experiences that 
would better prepare students for the contextually unique commitments of mainstream employment were 
identified. 
This program review included a comparison of unit objectives and assessment tasks. The needs of major 
employers were considered in this review. Early investigation of the program certainly identified a performance 
monism and a dominant sociological discourse. As a result, real life learning ventures have been designed that 
have established inter-sectoral links. The new learning opportunities have been developed with the intention of 
providing the undergraduate students with experiences and a resource collection that will hold them in good 
stead for the convening and delivery of large scale carnivals, dealing with indigenous populations and nurturing 
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cross-curricular activities. Community collaboration possibilities were identified, and initial contact made to 
determine infrastructural needs and co-develop real life experiences.  
The program has only been trialled with a core group of students. However, early indications suggest that the 
students enjoyed the autonomy and responsibility associated with the leadership roles and have developed the 
desired functional skills. In light of the success that this initiative has generated, readily identifiable and 
potential difficulties threaten the maintenance of this initiative. The concerns primarily focused around the 
historical notions of assessment. Surprisingly, convincing the Faculty Council of the merits of this assessment 
task was not the largest hurdle to overcome. The greatest concern for quality of assessment were harboured by 
the student body who had difficulty appreciating that learning outcomes could be attained and demonstrated by 
a practical activity rather than a ‘written document’. It appeared that by the second year of their course the 
student population had already been indoctrinated into believing that university assessment must entail a 
researched review of epistemological knowledge rather than a reflection on personal preparation, and 
participation in an event.  
Of the other readily identifiable difficulties, the most significant were infrastructural. First from a university 
perspective, difficulties were encountered with the administrative procedures and associated costs that must be 
met when relocating students from campus to various schools and sporting venues. It is anticipated that the 
process will become less daunting with familiarisation. Second, establishing and utilising links with local 
schools was viewed as an added burden for the organisation of field experience because of the existing difficulty 
with locating places for all students in practical teaching experiences. In this situation we believe that controlled 
and positive experiences with university students will overtime generate professional interest among the 
teaching community for the Faculty Pre-service Teaching program. Finally, maintaining the links that sustain 
the community collaboration which is integral to the success of this project remains most problematic for the 
continuation of this learning and assessment task.  
Discussion  
Each of the three contexts discussed in this project has attempted to bring real world learning into university 
coursework through the use of authentic assessment experiences. For first year nursing students who do not have 
access to the field, real world scenarios were used in the tutorials and lectures and in the assessment task to 
focus students’ attention on the value of theoretical knowledge to solving complex real world problems. Fourth 
year education students were able to discuss their professional practice in the context of an interview, enabling 
feedback on the effectiveness of their articulation of professional and theoretical understandings. Second year 
physical education students were provided with an opportunity to apply their course work to the practical 
organisation and running of an event.  
Sociocultural theories of learning highlight the importance of learning through participation in a practice, or in 
the ‘community of practice’ (Lave & Wenger, 1991). The learning that occurs through such forms of assessment 
is considered transformational in that the student’s sense of self as being able to perform in the practice (related 
to a work context) is changed (Stevenson, 2002). Student’s knowledge of the practice is developed as they 
participate in the practice. The result of the alignment of the coursework with the assessment task resulted in 
students developing skills related to learning beyond the immediate demands of the course. Boud and Falchikov 
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(2006) state that assessment in higher education needs to support the development of skills that students will 
need after graduation, not simply those to reach graduation. Authentic assessments can support learning beyond 
the assessment task such that students are learning a way of ‘becoming and belonging’ in a professional context 
(Lave & Wenger, 1991). 
The three teaching and learning contexts discussed in this paper have presented different enactments of 
authentic forms of assessment. The assessments presented may be considered ‘authentic’ as they address the 
situational requirements of the university course, through recourse to relevant application of this knowledge in a 
workplace context. Using Gulikers, Bastiaens & Kirschner (2004) five-dimensions of authentic assessment, the 
three contexts that have been presented in this paper may be considered authentic in that they were all tasks that 
required students to perform an aspect of their professional practice to others, and they were based on criteria 
that were relevant to the practice and were known to the students. However, in the performance of the 
assessment, there were varying degrees of authenticity in terms of the physical context in which the assessments 
were performed, and the social context between the university assessment and the workplace performance of the 
skill particularly in terms of collaboration. The use of scenarios with first year nursing students engaged them 
hypothetically in the workplace. They were neither physically present in a health care setting nor assessing real 
cases. However, as Nestel, Kneebone, and Kidd (2004) state, this is an appropriate context for this form of 
practical learning. While the fourth year education students were involved in a panel interview involving 
industry partners, the interviews were organised within the university assessment context and designed to 
provide feedback to support the development of skills required in the workplace. The experience of the second 
year physical education students in designing and running a sports event for children is an enactment of a 
practice that they will be expected to perform in the workplace. These students were participating in a 
community of practice and exposed to the uncontrollable variables of that practice.  
The diagram below considers holistically the experiences of the students and places the three assessment 
experiences along a continuum in terms of their degree of authenticity.  
 
Visualising the authenticity of assessment tasks as a continuum which moves from discussing real world 
experiences to simulations to direct involvement, it is evident that as contexts become closer to a real world 
experience, the sustainability of the assessment becomes more problematic. This is not a signal of defeat, but 
rather an acknowledgement of the need for a continuous cycle of evaluation amid some creative and innovative 
approaches to assessment practice. Ways forward involve developing closer links between universities and 
industry partners, and with collecting and providing empirical data of the value of authentic assessments. 
Continued studies of how such an approach to assessment could be successful and sustainable are needed, as 
well as studies carefully evaluating whether the deep learning process that is proclaimed to occur is evident. 
Evidence that this form of assessment supports employees to be ready for the workplace would strengthen the 
interest of industry partners and gain credibility in the university sector.  
Using scenarios
Practising interviews
Organising sports carnivals
Degree of authenticity  
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Conclusion 
This discussion has demonstrated the way three different university contexts used different forms of authentic 
assessments to support students in the application of theory to practice. Initial trials of these assessments suggest 
that authentic assessment is a vital component of facilitating meaningful learning. However, it was also 
illustrated that as the assessments approached a real world context that organisation of the assessment become 
more complex and more difficult to sustain. A partial solution to maintaining the integrity of this form of 
assessment was taken from Sadler’s (2009) concept of ‘fidelity’, to ensure that assessors only grade elements 
that are a part of the performance being assessed; in the cases sighted, as these aligned with the stated criteria. 
The alignment of the curriculum being taught and the assessment was also considered necessary to support the 
development of meaningful learning. The importance of strong links between university and industry has also 
been stressed. While it is easy to list the difficulties associated with this form of assessment, the possibility of 
developing deeper learning of concepts for students has been espoused. The view taken in this paper is that 
future research should focus on finding solutions to promoting the sustainability of such assessments. 
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Appendix 1 
You are required to choose 1 of the following scenarios. From the scenario chosen you are to demonstrate how 
the developmental theories mentioned relate to the person/s concerned and the relevance this has on the nursing 
care provided for the patient.  
It is expected you will use at least 6 references other than your text book for this assignment. These references 
are to assist you in providing evidence to support your discussion.  
1. Carol and Peter bring their 4 year old daughter Jennifer to hospital. She is admitted for vomiting and 
dehydration. She is not allowed anything orally until further assessments are completed. Fluids are provided 
by an intravenous drip. Both parents work and Jennifer must be left in the care of the nurses during the day. 
Discuss the stages that Jennifer is at according to Erikson and Piaget and how this will impact on Jennifer, 
the nurse and Jennifer’s parents. Explain how the nurse can assist in caring for Jennifer in relation to the 
issues Jennifer is likely to experience.  
2. Steven is a 42 year old plumber who is brought to the emergency department following a work accident. 
Following X-rays he is told he has sustained severe fractures in his right ankle and right wrist and will need 
to stay in hospital to have them surgically repaired. Steven tells you he would rather have them bandaged 
up and be sent home after a shot of pain killer as he needs to get back to work. He has only started his job 2 
weeks ago and is worried about not providing for his wife and new baby at home. Explain Steven’s 
situation in terms of Erikson and Piaget’s theories. What are the main issues for Steven and his family? 
How can you, as the nurse, assist in ensuring all of Steven’s needs are met? 
3. Doug, 76 years old and Joan, 74 years old, have been married for 56 years and have spent most of their life 
in the same locality. They have 2 daughters and a son. Both of their daughters are married with their own 
families. One daughter lives in the same state, while the other lives on the other side of the country. Their 
son, although living nearby, spends much of his time overseas with his work. Doug has gradually been 
getting frailer due to Parkinson’s disease. Joan continues to cook and attend to daily activities such as 
washing, and is keen to continue doing so. Doug and Joan have been able to remain living at home through 
a home and community care package which involves a carer visiting their home to assist showering Doug 
and to vacuum the house. However, Doug recently fell over and fractured his hip, and has had to spend the 
past 6 weeks in hospital. Doug now has a number of developing symptoms: he can no longer walk without 
assistance; he is experiencing incontinence; and some short term memory loss. Hospital staff are concerned 
with his increasing frailty. Although Joan is keen to have Doug at home, she is physically unable to provide 
the assistance that he requires. As a result a family meeting has been called and the decision has been made 
that Doug needs to be admitted to an aged care facility for ongoing care. You are the admitting nurse in the 
aged care facility when Doug comes in for admission. Explain the issues for Doug and his family. Using the 
theories of Erikson and Piaget how can you as the nurse assist in helping this family? 
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Appendix 2 
Procedure 
1. Student panel member collects and welcomes the interviewee, walks them into the room, and introduces 
them to the panel members. 
2. The panel chair explains the procedure: Students will be asked one question by each of two panel members 
and two questions by the remaining panel member. Panel members may ask further questions to clarify and 
extend responses. 
3. Allow around 3-4 minutes for response to each question. This amounts to approximately a 15 minute 
response, and 5 minutes for questions and feedback. 
4. Panel members record notes on the quality of the evidence discussed, and mark on the criteria sheet the 
standard of the response. 
5. Panel chair concludes interview after 20 minutes. 
6. Panel chair thanks student for their responses. At this stage, if time permits, the panel chair may invite the 
student to ask any questions of the panel. 
7. Student panel member takes interviewee outside to wait for their feedback/criteria sheet. Student panel 
member stays with interviewee to ‘debrief’ if necessary. 
8. Panel (including student panel member when, and if, possible) discusses and completes criteria sheet 
judgements and feedback. Feedback will focus on the quality of the evidence selected for the response; and 
on professional communication skills. (10mins) 
9. Panel chair records satisfactory (S) or unsatisfactory (U) beside student name on interview list. 
 
 
 
 
 
